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ABSTRACT
Effects of Classroom Performance Feedback
on Teacher and Student Behavior
May, 1985
Felicia L. Wilczenski, B.S., M.Ed., Boston University
C.A.E.S., Boston College, M.S., University of Massachusetts
Directed by: Professor Robert S. Feldman
The present study investigated a practical technology to evaluate and
facilitate the integration of students with special needs in regular
education programs. Participation in instructional activities was
determined for three specific classroom groups by means of direct ob-
servations. These data then served as a standard by which the behavior
of a targeted special needs student could be interpreted for the teach-
er within that setting. Information conveyed through this classroom
performance feedback proved useful to the teachers in planning
corrective strategies, resulting in significant behavioral gains on the
part of the target students in each class.
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CHAPTER I
INTRODUCTION
Federal legislation mandating an appropriate education for all
handicapped children also requires that it take place in the least
restrictive environment while enabling the child's educational needs
to be met. Students are categorized only to the degree to which
they are outside of the mainstream of regular education programs.
A child's inability to meet the behavioral expectations of a given
setting is, therefore, important diagnostically , and may lead to
school authorities removing the student from the situation, attempting
to correct the inappropriate behavior, or modifying the environment.
Traditional assessment practices, utilizing personological or psycho-
dynamic models, are simply not designed to address these types of
educational diagnostic and treatment issues.
Vast differences exist between a one-to-one test situation and
a classroom setting. For example, Bersoff (1973) has highlighted
the dimension of social reinforcement rates. The density of positive
reinforcement for appropriate behavior on the part of the child has
been demonstrated to be considerably greater during individual test
sessions as compared to classrooms. But the approval of a teacher
might be a more potent source of reinforcement than that of an un-
familiar examiner. A child's performance, therefore, is likely to
be significantly affected by the different strengths and schedules
of reinforcement, so it is difficult to extrapolate from behavior
exhibited in one or the other setting. Moreover, the validity of
assessment procedures must be evaluated with respect to the
purpose
for which they were intended (Bersoff, 1973; Messick, 1980). Classroom
teachers are in a unique position to observe a group of children
of the same age and grade. Those normative observations form the
basis of their judgments regarding a child's learning needs and person-
al adjustment. Children are typically referred for special education
because of questions about the difficulties which they exhibit in
the classroom, yet the nature and severity of the problem are often
inferred on the basis of standardized test results and a one-to-one
interactional process. A sample of behavior obtained from the setting
of concern would be more relevant in terms of the content from which
inferences are drawn.
Given the legal mandate of least restrictive environment and
the movement toward integrated educational programs for handicapped
students, the task is to facilitate mainstreaming efforts (Anderson-
Inman, Walker, & Purcell, 1984). For instance, lack of transfer
of acquired skills across situations is a common experience in thera-
peutic endeavors (Stokes & Baer, 1977). There is a need to bridge
the gap between the individualized approaches used in special education
and the group instructional practices prevalent in regular classes.
Several authors have pointed out the necessity of analyzing the
critical skills or behavioral requirements of an anticipated place-
ment, and of carefully planning as well as monitoring the student's
transition (Brown, Nietupski, & Hamre-Nietupski, 1976; Newsom &
Kennedy-Butler, 1984). The demands for group participation can serve
as a behavioral descriptor for a particular setting and
provide a
basis for evaluating pupil performance. In addition
to preparing
the student to enter mainstream settings, it is reasonable to assume
that environmental modifications are also necessary when a regular
class is integrated. The group management skills which a regular
class teacher already possesses should be assessed and expanded to
accommodate an increasingly diverse student population. These main-
streaming considerations are tractable by means of behavioral assess-
ment techniques which emphasize measurement at the level of the indi-
vidual, recognize the importance of situational variables , and address
treatment outcomes (Nelson, 1983).
Procedural Issues
Behavioral assessment refers to a method rather than a specific
set of tests, and as such, it presents several knotty procedural
issues: definition of target behaviors, selection of a measurement
system, interpretation of data, and communication of findings. Direct
observation is the hallmark of behavioral assessment, but it is sub-
ject to a myriad of methodological problems. Foster and Cone (1980)
point out some possible sources of bias in terms of observer expect-
ancy, code complexity, and reactivity. Yarrow and Waxier (1979)
raise another issue associated with the reliance on arbitrary time
units to sample behavior—that is, representativeness. In addition
to the technical adequacy of measurement, Messick (1980) stresses
the need for an appraisal of the potential social consequences
of
assessment. This is pertinent to the notion of social
validity in
behavior analysis (Kazdin, 1977; Wolf, 1978; Van Houten,
1979).
There are two aspects of social validation
procedures: the
selection of socially important target behaviors, as rated by experts,
for example, and the determination of optimal levels for target be-
haviors by comparison to a norm. Keefe, Kopel, and Gordon (1978)
recommend that in addition to information on an individual client,
normative data should be gathered routinely on non-problematic peers
to assist in defining the problem and establishing the goals of treat-
ment. These normative data are important because ultimately, social
norms will decide the effectiveness of an intervention (Nelson &
Bowles, 1975; Hawkins, 1979). The use of normative behavioral data
as a standard for evaluating treatment effects was illustrated in a
study by Walker and Hops (1976) in which the behavior of targeted
students was compared with their respective peers to ascertain the
need for intervention as well as the goals and efficacy of treatment.
The success that the authors report in maintaining behavioral gains
may be attributable to the environmentally relevant norm-based criteria
In a school setting, an observational system is needed that will
identify problem behavior while yielding information regarding what
can be considered reasonably appropriate behavior for a given class-
room. A method such as the Planned Activity Check (PLA-Check), de-
veloped by Risley and Cataldo (1973), has the potential for generating
these data.
PLA-Check was devised by the Living Environments Group at the
University of Kansas, as part of an extensive observational system
to evaluate group performance. The system is a multidimensional
assessment format, in that a wide range of behavior is incorporated
into a limited number of categories (Alevizos & Callahan, 1977).
Cataldo and Risley (1974) have defined three particular categories:
activity, interaction, and stimulation. Those comprise their Resident
Activity Manifest. The activity measure, PLA-Check, assesses the
degree to which individuals participate in planned activities in
various environments.
Student engagement in lessons and activities was the key to
successful classroom management in studies conducted by Brophy and
Evertson (1976), Furthermore, Peck and Cooke (1983) discuss the
fact that pupil involvement in instructional activities is a program-
matic variable which consistently has been shown to account for a
great deal of the variance in research concerned with schooling out-
comes. Participation is a prerequisite for learning. Toward this
end, teachers arrange activities and select materials that will capture
and maintain the students' interest and attention.
The authors of PLA-Check suggest several dimensions of partici-
pation appropriate in an educational setting which generally relate
to the extent of student engagement with the physical and social
environment. The final definition of "on task" behavior , however
,
is always situation-specific. It may be delineated in any setting
where structured activities take place, and is quantified as a function
of its duration.
The PLA-Check method has been used systematically to evaluate
the effects of different staffing patterns (LeLaurin & Risley, 1972)
and activity schedules (Doke & Risley, 1972) on student participation
in a day care center. McClannahan and Risley (1975), using the PLA-
Check, assessed participation in recreational activities on the
part
of elderly residents of a nursing home. PLA-Check has been used
to measure involvement in toy handling in a project that Fajardo
and McGourty (1983) designed to teach developmentally appropriate
play skills to retarded adolescents. It was also used to judge
the degree of engagement in functional activities on the part of
severely handicapped students in a residential setting (Dyer, Schwartz,
& Luce, 1984). In a study concerned with the development of competency
based models for teacher training, Darst (1976) used the PLA-Check
system to determine pupil participation in elementary physical educa-
tion classes conducted by student teachers.
The aforementioned research, utilizing PLA-Check methods, gene-
rated data on group functioning. One possible use of this type
of information would be to serve as a norm of behavior for a specific
setting which would then provide a standard for interpreting an indiv-
idual's performance in that environment. In reference to mainstream-
ing, it might be argued that normative levels are indeed relevant
because the focus is on individuals who could function in regular
classrooms if their behavior conformed to the local standards. Parti-
cipation is a meaningful dimension to extract from ongoing classroom
activities because it might be used to assess: the least restrictive
setting in which the student may function effectively; the selection
of goals by defining a criterion of ultimate functioning (Brown et
al., 1976); and the evaluation of treatment outcomes by comparing
them against a reasonable standard of behavior.
Of course, this is not to imply that normative levels of perfor-
mance are necessarily acceptable. Deriving a norm on the basis
of
deviant behavior, for example, is not always desirable and may suggest
a need to change the norm. Judgments as to the appropriateness of
the criterion require careful consideration.
The social validity of classroom participation is evidenced
by its applicability to both handicapped and non-handicapped students.
It is a positive construct in that by assessing appropriate (on-task)
behavior, suitable normative data can be collected under most circum-
stances. Furthermore, an index of participation reflects an optimistic
point of view as performance by students with special needs is placed
on a quantitative continuum relative to their classmates rather than
being seen as a discrete qualitative—and presumably untreatable
difference. This perspective may modify apprehensiveness about teach-
ing exceptional children through mainstreaming.
In support of this reasoning, pilot work was carried out to
refine a method for conducting simultaneous group and individual
observations in classroom settings (Wilczenski, 1984). Utilizing
the PLA-Check time sampling procedures, six children from the inter-
mediate grades at a local elementary school were selected for obser-
vation. Unsatisfactory academic progress and problematic classroom
behavior were referral issues in each instance. The participation
of these students during math lessons was evaluated and compared
to that of their respective classmates. Any discrepancies between
the norm of classroom participation and the level exhibited by the
targeted student were readily apparent when graphed. The teachers
involved in the study were surveyed regarding the acceptability of
the observational methods. Student participation was viewed
as an
8informative organizing principle by which to conceptualize classroom
behavior, and data concerning pupil task-involvement were seen as
potentially useful in planning lessons. In fact, there were some
indications that participation was manipulable, as positive behavior
change was observed on the part of the targeted students after the
teachers received performance feedback about their classes. The
management of individual children who present behavior problems in
the classroom is analogous to the behavior management issues which
arise when integrating students with other special needs in regular
education programs. Group instructional plans must be flexible.
Present Study
The present study is an attempt to devise a practical technology
for a norm-referenced evaluation and facilitation of mainstreaming.
Participation in instructional activities was determined simultaneously
for groups and targeted individuals. This was accomplished by means
of direct observation in regular education programs in order to
appraise the severity of a problem manifested by a student with special
needs relative to the norm of behavior in that setting. Then these
findings were used to evaluate the effects of an intervention consist-
ing of classroom performance feedback as a component of consultation
aimed at solving problems of mainstreaming.
Lambert (1974) has analyzed school-based consultation and describes
the predominant model as one of a collaborative relationship between
professional peers, teachers and consultants, each contributing his
own expertise to the problem solving process. Norm-based behavioral
consultation (Bergan, 1977; Melahn & O'Donnell, 1978) is just such
a model which emphasizes accurate problem assessment to assist the
consultee in identifying and specifying the behavior changes to be
accomplished. However, the evaluative phase may serve as an enabling
process in itself, and the impact of any changes which may be brought
about by new information should be measured prior to introducing
more intrusive remedial programs. In the present study, the efficacy
of behavioral feedback as an intervention (Drabman & Lahey, 1974)
was assessed.
The findings reported by Cossairt, Hall, and Hopkins (1973)
were inconclusive as to the effectiveness of feedback alone in influ-
encing teacher behavior. Feedback plus social praise by the experi-
menter was the condition that produced the greatest increase in
teacher praise for student attending behavior in their study. These
results are not surprising given the fact that the behavior to be
changed and the criteria for an acceptable performance were defined
solely by the experimenters. It is plausible that feedback plus criti
cism would have been a negatively reinforcing situation and served to
increase teacher praise behavior as well. Feedback is probably a neu-
tral stimulus until its reinforcing properties can be assessed by the
reaction of recipients. The normative classroom data gathered in
this study provides a standard, which is- embedded in the feedback it-
self, and which allows teachers to judge their own performance. As
an intervention, feedback must be informative in this way, so that
it can serve as either a positive or negative reinforcer for past
behavior (consequence) as well as a discriminative stimulus
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(antecedent) for the behavior which follows (Prue & Fairbank, 1981).
It is anticipated that teachers will utilize feedback regarding par-
ticipation to make adjustments within their existing classroom organi-
zations, perhaps by redistributing their attention, in order to enhance
the performance of targeted students who are experiencing difficulties.
The behavior of the teacher is a powerful stimulus and teacher
attention has had demonstrable effects upon the performance of students
(Becker, Madsen, Arnold, & Thomas, 1967; Cossairt et al., 1973; Scott
& Bushell, 1974); in turn, the teacher is influenced by the behavior
of the students (Berberich, 1971; Klein, 1971; Sherman & Cormier,
1974). The process is undoubtedly a two-way interaction and individual
differences in students may affect both the quality and quantity
of teacher-student interchanges (Brophy & Evertson, 1981). Moreover,
a group of children as a whole may take on distinctive characteristics
which alter the ambience of a particular setting and, consequently,
affect the amount and type of pupil-teacher exchanges.
Teacher behavior, specifically attention, was monitored along
with pupil involvement during naturally occurring classroom situations
while the instructor interacted with groups that included students
with special needs, to detect patterns of differential attention
as well as changes after receiving behavioral feedback. A cluster
of attending behaviors, both direct and subtle, involving
various
verbal and non-verbal strategies suspected to be important
in group
management was recorded and correlated with participation
levels
in an attempt to reveal the process by which a
student with special
needs is included in an instructional group. The
increase in the
amount of attention from the teacher toward the targeted pupil which
is expected to follow feedback might diminish over time as the student
is incorporated into the group, and has an opportunity to experience
the inevitable operation of natural classroom contingencies which
maintain appropriate behavior. The child gradually learns the behav-
ioral expectations of a given mainstream setting and comes to appreci-
ate the rewards, such as peer group membership, teacher and parental
approval, academic success, and so on. Stokes and Baer (1977) suggest
that this process of behavioral "trapping" is the most dependable
of all generalization programming mechanisms. Mainstreaming can
operate as a program to foster the generalization of skills acquired
in small group settings to the larger group structures of most regular
classes. Ultimately, mainstreaming relies upon the regular education
system for its success, and, therefore, it is important to investigate
the factors which will facilitate these efforts from that point of
view.
CHAPTER II
METHOD
Subjects and Setting
Three boys, with identified special needs and academic delays
of approximately one year below grade level, were selected for obser-
vation. They had similar special education classifications as defined
by their program prototypes, and each child received support services
outside of the regular education system for up to 25 percent of the
school day. In all cases, the students' current education plan repre-
sented an increase in the amount of time actually enrolled in a main-
stream setting. The children were identified for this study because
school personnel were concerned about their classroom performance.
According to available school records, there were no specific behavioral
plans arranged within the regular grade placements for the referred
students, nor were the target children using medication for behavior
management.
The first subject was an 8 year old, third grade student who
had been involved in special education programs since he entered
Kindergarten. He had normal intelligence but delayed educational
development which was attributed to emotional problems. There was
a history of disruptive behavior in the classroom and poor peer rela-
tionships. This child received academic tutoring through the special
education department at the school.
A 9 year old bilingual boy who has received special education
since he entered school was the second child targeted for
observation
in a fourth grade class. His intelligence was considered to
be in
12
the normal range although mild language difficulties possibly associated
with limited English speaking proficiency were thought to have contri-
buted to his early academic delays. Behavior problems have been
seen as the primary impediment to his educational progress. Noncompli-
ance and disruptiveness were problems to the extent that he had been
temporarily removed from the classroom to work with a tutor and this
option is still utilized on occasion.
An 8 year old boy with longstanding learning problems was the
third child to be referred. He had normal intelligence but there
was a question of a language processing disorder. Behavior management
was not a problem in the classroom. Special education had been provided
to the target child since he entered school and, at the time of this
study, he had a third grade assignation. Observations took place
during language arts lessons which typically required independent
functioning on the part of the students, and the target child was
placed with the lowest academic level in the class.
All of the teachers who were approached regarding this study
on the basis of the classroom assignments of the targeted pupils
were agreeable to the observations. To reflect standards of qualifi-
cation within the community, the participating teachers were tenured.
The project was carried out in the third and fourth grades of
an elementary school in Amherst, Ma. School policies are firmly
in line with the provision of least restrictive educational alterna-
tives, and considerable effort is extended to maintain students with
special needs in regular placements. Pedagogical structures at the
school are traditional with self-contained classes and ability
group-
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ings, but the physical structure of the building itself as well as
the moveable furnishings allow for the flexible use of space. Para-
professionals and student teachers are assigned in every classroom
to perform various functions, such as supervising or instructing
individual and groups of children, facilitating ongoing activities,
and so on.
Observation and Recording Procedures
Classroom performance evidenced by the students' engagement
in academic activities as well as teacher attending behavior, was
assessed by means of direct observation in the regular classes to
which the targeted children were assigned. Three different classes
were visited three mornings per week for 30 minute sessions over
a four month period in the Fall of 1984; schedule changes and target
child absenteeism occasionally hindered data collection. Language
arts were the general content of the lessons observed across settings,
but the individual teachers organized the presentation of the subject
matter according to their own preference and plans.
An observational system was developed whereby alternating samples
of both student and teacher behavior were obtained within a 30 second
interval by mechanical cueing. The Planned Activity Check procedures
were adapted in order to collect information simultaneously regarding
the participation of the target child and the specific group of chil-
dren with whom he was integrated to provide a local norm of pupil
behavior. PLA-Check is a momentary time sampling procedure; it is
an appropriate strategy to estimate the duration of a behavior which
persists over time (Risley & Cataldo, 1973; Hartmann & Wood, 1982),
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and the sampled proportion of participation represents the absolute
level of involvement. This method yielded a percent of on-task be-
havior by means of a count at 30 second intervals of the number of
children present in the target instructional group, and the number
engaged in a given classroom activity at that moment. Group size
ranged from six to ten members, and the groups were composed of the
same children within their respective classes. In addition, the
behavior of the target student was separately evaluated and recorded
as on- or off-task.
Participation was defined as engagement in an activity specified
by the teacher. Several behavioral dimensions are encompassed in
describing student participation: attention, following directions,
and assignment completion. For example, the pupils classified as
participating might be watching the teacher during demonstrations
and lectures, listening to peers during group discussions, or carrying
out reading and writing assignments as instructed. Acceptable "on-
task" behavior was also interpreted in the context of the general
rules for classroom conduct outlined by school policy and/or the
individual teachers. Aggressive behavior, destructiveness , or inappro-
priate use of materials was always considered to be incompatible
with the definition of participation. Unless directed otherwise,
the students were allowed to leave their seats to gather materials,
visit the bathroom, sharpen pencils, or seek assistance from a teacher
or aide. Social interactions that neither annoyed others nor interfered
with ongoing activities and quiet conversation concerning school
work was sometimes permitted during independent assignments; these
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activities were classified as participation according to the teacher's
instructions.
Partial interval recording was used to estimate the amount of
teacher attention directed to the target child and the group. As
a measure of response duration, this method may result in a distortion
of the data, usually in the direction of an overestimation (Sulzer-
Azaroff & Mayer, 1977). However, in the present study, the observation
intervals are brief relative to the duration of the behavior, and
under these conditions, the interval method was procedurally similar
to momentary time sampling (Hartmann & Wood, 1982).
Following the sampling of student behavior, which required 15
seconds, the teacher was observed for two consecutive 5 second inter-
vals to complete a single 30 second cycle with time for recording.
The definition of "teacher" was broadened to include any adult (aides
or interns) who had a supervisory or instructional role in the class-
room. Any evidence of adult attention, either verbal or non-verbal,
directed toward the target group or one of its members was scored
whenever it occurred during the interval. A separate notation indicated
if there was a clear interaction between the target chid and the
teacher. In addition, there was an attempt to record the quality
of the teacher's attention and the style of interacting by coding
the specific attending behaviors, such as positive and negative re-
marks, eye contact, facial expression, gestures, and proximity.
Reliability
Classroom observations were conducted by the author. An under-
graduate student who was naive as to the questions of the study provided
observational agreement data. Training of the research assistant
consisted of written instructions, discussion of techniques and defi-
nitions, informal classroom observations, and practice sessions using
the observational system in the actual settings. Recalibration by
updating decision rules and discussing issues occurred at the mid-
point of the study. The consistency of the data was checked for
approximately one-third of the observations.
An estimate of reliability was calculated for pairs of observa-
tions by determining the agreement or disagreement in judgments for
each interval (Risley & Cataldo, 1973). However, this interobserver
agreement index, the number of agreements divided by the number of
agreements plus disagreements, has been criticized because it tends
to yield inflated estimates when the base rates of the target behavior
occur at extreme frequencies (Hawkins & Dotson, 1975; Yelton, Wildman,
& Erickson, 1977; Hopkins & Hermann, 1977). Chance agreements vary
with changing values of the target behavior, and percent agreement
is affected by the frequency of the target behavior. Therefore,
interobserver agreement estimates were compared with the expectations
that result from the random chance model which Hopkins and Hermann
(1977) discuss:
Occurrence Occurrence Non-occurrence Non-occurrence
estimate X estimate + estimate X estimate
Observer 1 Observer 2 Observer 1 Observer 2
'
,
2
Total number of intervals
These chance reliability indices set a greater-than-chance lower
boundary by which acceptable interobserver agreement can be judged.
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Design and Conditions
The effectiveness of behavioral feedback as an intervention
to promote student participation in academic activities was evaluated
by means of a multiple baseline design where the treatment was repeated
across subjects (Hersen & Barlow, 1976).
Findings from the classroom observations were illustrated by
a series of graphs. Cumulative frequency of intervals of on-task
behavior for the target child were plotted to highlight discrepancies
between the group norm and the performance of individual students.
These data served as the basis of feedback. Mean percentages and
standard deviations of group participation were recorded along with
the total percent of participation of the targeted child for each
class and observation session. The proportion of adult attention
available to the group as well as that specifically directed toward
the targeted student was also graphed for comparison with participation
levels.
Because naturally occurring classroom processes are the focus
of this study, it was anticipated that the data might show wide varia-
tion depending on the specific content or structure of the lesson.
Sidman (1960) has recommended that sources of variability be evaluated
systematically when fluctuations in the data exceed 5 percent. There-
fore, careful notes were taken to describe the tasks and settings,
and further graphic analyses were carried out to delineate potentially
important situational factors which may have influenced student per-
formance .
Baseline conditions (target group and student participation
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and teacher attention) were assessed without communicating with the
staff about the nature of the observations or the planned intervention.
Permission was obtained to 11
. . . observe certain group functions
within classrooms." Neither the target group nor the target child
were identified to the teachers, although the location of the observers
in the classroom probably revealed the selected group.
Experimental Intervention
Feedback consisted of graphed data regarding student participa-
tion levels that identified the selected group and the individual
target child. During a meeting with the investigator of approximately
15 minutes duration, the data collected during baseline were presented
to the teachers just after the conclusion of the baseline phase.
The observation system was described in the context of a general
discussion on the purpose of the study in reference to mainstreaming.
The cumulative graphs were explained so that the teachers could inter-
pret and compare the performances of the target group and target
child within their classrooms. Examples of this graphed feedback
are included in the appendices. No further evaluative statements
or corrective strategies were offered. The teachers were told they
were free to use the information contained in the classroom performance
feedback as they wished. However, they were not informed that their
own attending behavior was being recorded. Each week a copy of updated
graphs were given to the teachers.
The dependent variable, target student participation and teacher
attention, were monitored to detect changes from baseline levels
after intervention. Participation for the targeted pupils was expected
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to increase and approach the level of the group norm in conjunction
with an increase in the amount of attention directed to those children
by their teachers after they received classroom performance feedback.
Although the quantity of teacher attention was the variable of primary
interest, an attempt was made to address the qualitative aspects
of teacher-student interactions.
If feedback alone proved insufficient to effect positive changes
during the week following the initial meeting, several categories
of recommendations were prepared to assist the teacher in enhancing
the target child's participation in classroom activities, including:
seating changes, instructional assistance from an aide, re-evaluating
the appropriateness of academic materials in terms of the child's
capabilities, adjusting the amount of academic work required in the
allotted time, and verbally noting and approving the desired on-task
behavior.
Follow-up observations were scheduled after the conclusion of
the study to determine if the anticipated behavioral gains on the
part of the targeted students had been consolidated. The participatin
teachers were briefed as to the purposes of the study when all data
collections were completed.
CHAPTER III
RESULTS
The following presentation of results describes the context
of intervention for the three distinct situations as an effort to
clarify how the information conveyed during feedback sessions was
utilized by each recipient. This section concludes with the general
results that are relevant across all subjects and settings.
Subject I
During the baseline phase, subject one was observed in the regular
class, where he was the only black child, and placed with an instruct-
ional group consisting entirely of children with special needs who
functioned below grade level expectations. Two or three adults were
assigned to work with this group at all times.
Prior to receiving the graphed performance feedback, the teacher
was questioned about the "on-task" behavior of the target student
in the classroom. In this case, there was a discrepancy between
the teacher f s perception and the results of direct observations of
his participation. The teacher had not considered this to be a problem
area for the target child because the quantity and quality of his
academic work was judged to be adequate; however, observational data
revealed a markedly uneven pattern of performance which was often
significiantly below ( -1 SD) the comparison group's mean. Following
the intervention of simply relaying information about the target
child's classroom behavior, the academic demands were increased by
advancing him to a low average third grade academic group.
21
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Figure 1 shows that changes brought about by the classroom perform-
ance feedback resulted in a substantial and stable increase in the
target student's participation in academic activities to a level
similar to the behavioral standards of the new instructional group
with whom he was placed following feedback. In addition, these changes
a
occurred without concurrent increases in the amount of teacher attention
during class time, and in fact, there was less adult attention available
to both the group and target child after intervention as indicated
in Figure 2.
Appendix A contains the graphed classroom performance feedback
as well as an analysis of the target student participation levels
under various instructional structures.
The teacher was satisfied with her student's progress at one
month follow-up, but major organizational changes within the classroom
precluded further data collection.
Subject II
The majority of observations occurred during language arts lessons
which were led by the classroom teacher. The target child was included
in the lowest ability groupings within the scope of the regular fourth
grade curriculum. Examination of baseline data, displayed in Figure
3, reveal a slight ascending trend in the percent of participation
for the target student which is problematic because it is in the
direction of the desired change. Moreover, there is some evidence
that on-task behavior decreased sharply during independent academic
assignments, although this is not represented well in the sample.
The amount of adult attention did not differ appreciably pre-
and
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post-intervention, except for some possible reactivity immediately
following feedback (Figure A). Graphs included in Appendix B further
illustrate these points.
The teacher corroborated the findings of the direct observation*
in particular, he agreed that the target child exhibited the greatest
decline in academic productivity when required to work alone. However,
the effects of the intervention in this case are confounded because
teacher feedback coincided with a parent meeting in which classroom
behavior was discussed, incorporating the general information obtained
during the baseline condition. A plan to provide the target child
with an aide to assist during independent assignments was approved,
but the teacher did not indicate that any other modifications would
be implemented based on the student participation feedback. Neverthe-
less, the addition of personnel for a specific purpose does not explain
a notable and consistent improvement in on-task behavior under entirely
different circumstances, that is, teacher directed activities. Despite
the increasing trend of the baseline, post intervention data demon-
strate an acceleration in that slope. A subjective impression of
a more rapid pace of the teacher's lesson does not hold up because
the behavior changes on the part of the target child were maintained
even when other teachers were substituted.
Improvements were maintained over the 2 month follow-up period.
Sub ject III
Baseline data were inconsistent; no definitive patterns emerged.
As can be seen in Figure 5, the on-task behavior of the target child
generally paralleled that of the group, although his standing relative
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Figure 1
Mean group participation and average participation for Subject I per
observation session in Classroom I.
Figure 2
.
Percent of adult attention directed toward group and Subject I p
observation session in Classroom I.
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Figure 3
Mean group participation and average participation for Subject II per
observation session in Classroom II.
Figure 4
Percent of adult attention directed toward group and Subject II per
observation session in Classroom II.
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to the group changed in a positive direction after intervention.
Figure 6 suggests that the absolute amount of adult attention which
the target child received exclusively did not change markedly over
the course of the observations, yet the referent is different after
intervention in that teacher attention to the entire group decreased.
The target child received proportionately more individual attention
after feedback, a change from 9 to 21 percent which reflects part
of the teacher's corrective strategy.
Inconsistency was the chief characteristic reported by the teacher
about the target child during the feedback session. Seating arrange-
ments were changed following feedback so that smaller groups or isolated
work areas were utilized during independent assignments. In addition,
the teacher stated her plan to specifically focus the target child's
attention to the salient aspects of the task to ensure his compre-
hension.
Positive changes in academic participation were evident after
feedback, and were maintained upon follow-up assessment. Appendix
C holds other graphic demonstrations.
Overall Results
The findings are considered here in terms of their relevance
across all three classrooms.
Increases in the on-task behvior of the target students were
evident across settings without concomitant discruptions in group
functioning. Figure 7 displays the time lagged intervention and
systematic replication of the multiple baseline design
attesting
to the efficacy of feedback. In all three cases,
there was an
29
Figure 5
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Figure 6
Percent of adult attention directed toward group and Subject III per
observation session in Classroom III.
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Figure 7
Multiple baseline across subjects. Target student
participation and
teacher attention.
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acceleration in the target students academic participation with
a decrease in the variability of on-task behavior after intervention.
The amount of teacher attention toward the targeted pupil, selected
for measurement as a possible indicator of reactivity to observation,
did not appear to have an important bearing on the outcomes, except
as planned for Subject III. A summary of the effects of classroom
performance feedback on student participation and teacher attending
behavior are also provided in Table 1.
The tentative second part of intervention, that of recommending
specific management alternatives to the teachers, was not necessary
as classroom performance feedback regarding on-task behvior proved
to be a catalyst in effecting change. Teachers in Classrooms I and
III implemented strategies based on feedback that were readily dis-
cernible in their classrooms (instructional changes, seating rearrange-
ments) and functionally related to the subsequent improvements
.
In Classroom II, feedback was probably involved in the observed changes
however, the functional relationships between the strategies employed
and the behavior changes are obscured by the concurrent events describe
previously.
Observer consistency in judging group and target child participa-
tion as well as teacher attention to the group and target child are
detailed in Tables 2, 3, and 4 for the respective classrooms. The
frequencies of the dependent variables are listed as they are relevant
in computing the estimates of the random chance model to set the
lower limit of acceptable reliability for the interobserver agreement
indices. Hopkins and Hermann (1977) indicated that there is no appro-
Table 1
Summary Data
Summary Data
Classroom I
% group participation
% target participation
% teacher attention to targe
% teacher attention to group
Baseline Post-intervention
Mean SD Mean SD
87 7 93 4
68 17 93 4
25 23 13 10
95 9 90 13
Classroom II
% group participation 91 4 94 3
% target participation 75 10 88 14
% teacher attention to target 7 4 10 11
% teacher attention to group 80 24 82 34
Classroom III
% group participation 84 7 82 6
% target participation 76 15 92 5
% teacher attention to target 6 6 5 9
% teacher attention to group 69 31 24 13
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Table 2
Classroom I: Interobserver Agreement
Classroom I
Target Behavior Overall Overall Agreement
Frequency Interobserver Random Chance Model
% Agreement (Lower Limit of Acceptable
Reliability)
Group Participation
91 88 81
95 93 87
72 84 54
98 98 98
92 96 84
94 94 93
93 96 90
Target Student
Participation
84 94 75
83 82 76
50 80 50
93 97 92
93 95 83
88 90 84
90 100 82
Teacher Attention to
Target Child
4 100 92
23 92 67
23 97 65
8 95 85
1 98 98
24 94 64
Teacher Attention to
Group
100 100 98
100 100 99
100 100 99
90 90 86
74 92 60
100 100 100
9A 98 91
Table 3
Classroom II: Interobserver Agreement
Classroom II
Target Behavior
Frequency
%
Group Participation
Overall
Interobserver
Agreement
Overall Agreement
Random Chance Model
(Lower Limit of Acceptable
Reliability)
95
92
87
96
98
96
94
92
86
91
94
97
94
97
87
80
78
94
94
93
91
Target Student
Participation
72
78
89
96
92
95
91
87
83
97
95
96
95
91
64
75
83
91
81
95
91
Teacher Attention to
Target Child
1
6
34
12
6
3
4
99
98
97
94
98
98
98
99
91
55
78
86
95
95
Teacher Attention to
Group
100
94
5
96
96
95
100
98
96
95
95
100
98
100
98
96
81
94
92
92
100
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Table 4
Classroom III: Interobserver Agreement
Classroom III
Target Behavior
Frequency
Overall
Interobserver
Agreement
Overall Agreement
Random Chance Model
(Lower Limit of Acceptable
Reliability
Group Participation
87
92
76
90
71
82
82
92
93
88
91
90
91
90
78
89
61
88
58
69
69
Target Student
Participation
75
93
55
93
58
93
93
90
92
90
93
95
93
97
66
92
51
93
51
85
88
Teacher Attention to
Target Child
10 93 85
4 98 90
0 100 100
11 92 71
3 98 97
3 98 95
3 100 95
Teacher Attention to
Group
68
95
21
86
60
35
31
95
97
97
92
93
99
95
53
86
68
71
52
54
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priate method to test the significance of the interobserver agreement,
except to note whether the obtained agreement is better than chance.
In this study, the data collected during classroom observations were
reliable.
CHAPTER IV
DISCUSSION
The present study was undertaken to explore mainstreaming in
terms of the performance of students with special needs in regular
classrooms, and to develop a perspective for viewing the
-interplay
of individual and group behavior. In order to learn about the natu-
rally occurring events of a classroom, it was necessary to evaluate
the behavioral requisites for a specific setting, those accepted
by the teacher and students. Local norms regarding academic partici-
pation provided a basis from which to study the variability of both
individual behavior and environmental circumstances. Thus, this
project sought to establish whether a mainstreaming problem existed
and to determine how it might be treated by means of a systematic
search for various contributory task and setting factors. A course
of action emerged from this process, and then assessment was extended
to monitor the acquisition of educationally relevant mainstreaming
objectives by regular classroom teachers.
Of particular interest along this line is the negative effect
of "undermainstreaming" evident during the baseline phase in Classroom
I which underscores an important finding of this reserach. Feedback
probably indicated to the teacher that the target child was not being
sufficiently challenged by his school work which allowed him excessive
"free" time. Differentiating over- from under-challenged children
is difficult because the manifestations may be similar off-task be-
havior and lack of academic progress, and the latter problem must
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always be seriously considered until it can be ruled out. Typically,
special education intervention concerning behavioral deficits is
in the direction of greater restrictiveness, such as elaborate contin-
gency management schemes and smaller staff to student ratios. Yet
the less restrictive alternative of placement in a higher instructional
group implemented after feedback in Classroom I, introduced the target
child to a new norm of behavior with increased demands for independent
functioning and academic participation to which he readily adapted.
The power of discriminative stimuli, such as peers, physical arrange-
ments, academic materials, and teacher presence within settings to
influence the probability of certain behaviors has been addressed
in the generalization literature (Stokes & Baer, 1977).
Unfortunately, the effects of the parent-teacher conference
are not known and therefore cannot be separated from the feedback
given to the teacher in Classroom II. It may be that the parents
have imposed contingencies relative to school reports and/or they
may have sensitized the target child about the classroom observations.
Although the exact mechanism underlying the behavior change in this
case cannot be traced clearly, it seems likely that classroom perform-
ance feedback was implicated, albeit indirectly, in the positive
outcome.
In Classroom III, the teacher suggested two factors to account
for the target student's uneven performance: misunderstanding or
forgetting the instructions and/or distraction by other members of
the group. Seating rearrangements and individualized instruction
then proved to be successful modifications.
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Antecedent conditions were stressed in the corrective strategies
which the teachers arranged to increase participation while the mani-
pulation of consequent events was not emphasized. This may have been
due to some implicit demand characteristics of the feedback. In addi-
tion to examining the relationship of behavior and setting, the teach-
ers further analyzed the classroom performance information they receiv-
ed from the standpoint of academic productivity and accuracy as well
as the appropriateness of the academic materials and instructional sets
for the target child and the integrated group.
Significant behavioral changes on the part of each targeted stu-
dent from the three separate classrooms were accomplished with rela-
tively minor adjustments in the pre-existing classroom structures.
However, the proportion of individualized teacher attention the target
child received did not account for the observed changes, except to some
extent in Classroom III where it was part of the teacher f s strategy to
ensure that the expectations were clear to the target pupil. Beha-
vioral improvements were presumably maintained by other natural
consequences.
Informative feedback may be an unspecified yet powerful element
inherent in many behavioral treatment programs. This study investiga-
ted that underlying strategy by observing rather than prescribing
intervention. Expectancy effects, therefore, should have been minimiz-
ed because the feedback did not encourage the teachers to use a special
technique purported to be effective. Moreover, the target students
were unaware of their status in reference to the observations (with
the exception of the previously discussed reservations about Classroom
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II), although the group as a whole certainly realized that it was
being observed. A functional relationship between the teachers'
strategies and the subsequent behavioral changes is more compelling
because of the finding of a minimal impact of the amount of teacher
attention in increasing the on-task behavior of the targeted students.
Feedback as an intervention was successful for reasons that
are difficult to unequivocally delineate and probably differed somewhat
for each teacher. Bandura (1977, b) sees informative feedback serving
as a motivator rather than a response corrective, and indicates that
it is most helpful when the individual possesses the means and/or
skills for producing change. To begin with, there were commonalities
about the population which suggested that feedback alone might have
a positive impact. Relevant to this study were the professional
reinforcement histories of the elementary school teachers which were
assumed to be fundamentally similar, and one aspect of this was thought
to be a concern about the progress of every student in their charge.
Performance feedback revealing difficulties in their classrooms may
have tapped this intrinsic motivational system. The choice to change
and the strategies selected were probably cognitively mediated by
the teachers due to their heightened awareness of participation as
a dimension of classroom functioning. Beyond that, the teachers
had the authority to institute changes in their classrooms, and their
repertoire of coping behavior was judged primarily by target student
outcomes. In the present study, the participating teachers' management
skills were not deficient relative to the problem assessed in their
clasrooms and no further intervention was necessary.
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This approach to consultation can provide an opportunity for
individualized inservice training for teachers which would be compati-
ble with overall staff development goals with regard to mainstreaming.
Bandura (1977, a) suggests that acquiring information about the effects
of one's own behavior is a special case of observational learning.
Performance-based feedback may be a necessary ingredient for fostering
other self-control and decision-making skills. Self-efficacy and
outcome expectations are inextricably linked with behavior change
according to Bandura, and individuals regulate their behavior in
line with their self-perceived competence in a given area. Educational
consultation such as that described here clearly attributed responsi-
bility for classroom management to the teachers. An increasing sense
of mastery in working with exceptional children may facilitate future
efforts in transitioning children with special needs in those class-
rooms.
Several issues emerged during the course of this study which
shoudl be acknowledged in light of the results.
Obtaining a workable definition of participation was problematic.
Overt manifestations, such as on-task behavior, do not always capture
the most significant aspects of academic participation, for example,
the difference between looking at and reading a book. Therefore,
information concerning on-task behavior is most useful when it is
incorporated with other dimensions of academic functioning. Aspy
(1971) discusses the multi-faceted nature of student involvement
and suggests that participation should be quantified as a matter
of degree of enthusiasm toward the activity rather than as an all
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or nothing phenomenon.
On-task behavior was always defined by the teacher's directions,
requiring that the observers remain vigilant as to changes in the
decision rules. This method was preferred in order to extract a
meaningful (externally valid) sample of participation. A rigidly
pre-coded observation system would have limited the type of data
collected to that which was anticipated.
Despite the seemingly loose definitions, classrooms are relative-
ly circumscribed environments and the behavioral expectations are
not extremely difficult to identify. Although overall interobserver
agreement was generally adequate in this study, a troubling pattern
appeared in the occasional instances where that index was approximate-
ly equal to chance agreement estimates in combination with extreme
base rates for the target behaviors: non-occurrence agreement with
exceedingly high frequency behaviors and occurrence agreements with
very low rate target behaviors were sometimes quite poor as Hawkins
and Dotson (1975) have cautioned. Frick and Semmel (1978) note some
possible outside sources of variability in direct observations that
may affect interobserver agreement. Besides pinpointing definitional
problems, intervals where observers disagree may contain crucial
information regarding ambiguities in the teacher's directions and/or
the student's expression of academic participation. Furthermore,
academic participation consists of a sequence of behaviors executed
in a manner such that a judgment of "on-task" is made. The use of
the Planned Activity Check method may need some revision for the
purpose of deciding participation because a momentary time sampling
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procedure may not allow for sufficient evaluation of the quality
of a behavior. Non-occurrence disagreements may reflect patterns
of observer drift in allowing the benefit of the doubt. A brief
whole interval assessment (5 seconds rather than 1 second) or other-
wise extending the "moment" until the behavior is interpreted while
incorporating the general process of scan sampling may remedy this
problem, and ensure equal consideration of both groups and individual
target students to accomplish the same observational objectives.
Shortly after the project was underway, the attempt to collect
data regarding specific qualitative characteristics of student and
teacher interactions was discontinued. Interobserver agreement was
extremely poor in assessing the nature of an exchange as positive,
negative, or neutral, but insufficient information was gathered to
determine if there was a consistent pattern to the disagreements
in interpreting the definitions. It seemed that the 5 second interval
was simply not an adequate length of time to evaluate enough of a
seuqence of teacher behaviors to make those judgments. But the over-
riding factor in the decision to eliminate this portion of the data
was the generally low frequency of teacher attention directed to
the target child coupled with the occurrence of an exceedingly high
proportion of interchanges which were private or could not be qualified
by the observers because of their location in the classroom.
Mainstreaming represents a change in special education treatment
strategies reflecting current social policies. Although generally
welcomed to save money, its effectiveness has not been demonstrated
in practice (Achenbach, 1982). There is really no uniform approach
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to describing the needs of a child in a way that would dictate a
specific educational program or placement. Within the clinical be-
havior therapy literature, G. L. Paul (cited in Borkovec & Bauer,
1982) reformulated questions about the effectiveness of therapeutic
techniques to one requiring greater specificity of therapist behav-
iors, behaivoral changes, types of clients, kinds of problems, environ-
mental circumstances, and mechanisms of change. Paul's issues can
be reframed for the domain of educational psychology such that questions
concerning the efficacy of mainstreaming take the form: What teacher
behaviors produce what changes in what types of students under what
conditions, and how are these changes accomplished? That point of
view has been adopted here. In the future, other aspects of school
functioning on the part of students with special needs in regular
classes, such as academic achievement and social competence, might
be more closely evaluated relative to on-task behavior.
Taken as a whole, there are implications for consultation within
educational settings to be derived from this work. Academic participa-
tion offers a useful dimension of a child's classroom functioning
to supplement other diagnostic information. It is an assessment
approach which can be related to subsequent behavioral treatment
efforts. A teacher's behavioral management skills can be assessed
and developed by employing performance-based tactics. The results
of this study clearly demonstrate the contribution of regular class
teachers to problem-solving in the sphere of special education and
effecting changes within the scope of their classrooms.
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Figure 8
Classroom I performance feedback to teachers. Cumulative percent
participation for group and cumulative frequency of on-task intervals
for target child recorded for each observation session.
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Figure 9
Subject I participation analysis
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Figure 10
Classroom II performance feedback to teachers. Cumulative percentpartxcxpatxon for group and cumulative frequency of on-JIsk intervalsfor target child recorded for each observation session
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Figure 11
Subject II participation analysis
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Figure 12
Classroom III performance feedback to teachers. Cumulative percent
participation for group and cumulative frequency of on-task interval
for target child recorded for each observation session.
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Figure 13
Subject III participation analysis
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